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Understandings of arts education
Th e Seoul Agenda does not defi ne arts education, leaving it up to its addressees to un-
derstand it the way they prefer. Were the authors right in assuming that “arts educa-
tion” is a concept broad enough to be accepted all over the world, and specifi c enough 
to avoid confusion about its purpose? Th is chapter starts with an examination of how 
experts personally understanding arts education, indicated by preferred defi nitions, set-
tings where they perceive the learning to occur, and the relevance of  key terms and con-
cepts and of artistic and cultural expressions and activities. Th e experts’ responses from 
the fi rst MONAES survey are then analyzed and contextualized with relation to: (a) re-
spondents’ personal and professional characteristics; and (b) their region and country of 
residence. Findings suggest that experts around the world generally seem in agreement 
about what arts education entails. Some aspects of how they personally understand arts 
education seem to vary with their personal and professional profi le, but understandings 
vary more strongly in relation to the experts’ countries and regions. In the second sur-
vey experts were asked not about their own personal understandings, but about their 
perceptions of how arts education is understood in their country. Comparative analysis 
across global regions and selected countries suggests gradual diff erences with regard to 
the degree of consensus about defi nitions, types of settings where arts education takes 
place, and the relevance of diff erent key terms and concepts. 
Introduction 
As stated in Chapter #22, there is no standard defi nition of arts education that is accept-
ed by arts education professionals worldwide, and the Seoul Agenda does not defi ne nor 
circumscribe “arts education” in any way, probably valuing breadth and inclusivity over 
a delineated focus. Th is is quite understandable considering the ‘political’ and advocacy 
purposes of the Seoul Agenda. But there is also a research interest in identifying and un-
derstanding diff erent concepts of arts education across the world as a meaningful issue 
in its own right. Experts have diff erent personal opinions, and one of the purposes of the 
MONAES research was to examine how their personal understandings vary with their 
professional activities and with their cultural and intellectual contexts. 
International Yearbook for Research in Arts Education, Volume 5 (2017)
Yearbook_2017.indb   71 23.03.18   08:42
Teunis IJdens and John Lievens   72
Aspects and questions
In the fi rst MONAES survey (MONAES-A) we asked individual experts about their per-
sonal understandings of arts education, indicated by: 
• whether they generally use the term arts education, or prefer an alternative term;
• their own short defi nition of arts education, or the alternative term they prefer;
• settings and levels of learning and teaching they would include;
• relevance of various key words and concepts;
• relevance of various artistic and cultural expressions and activities;
• relevance of various benefi ts, impacts or outcomes of arts education;
• relevance of various challenges for arts education in the next ten years. 
Personal understandings of the experts relating to the latter two aspects (benefi ts, chal-
lenges) will be addressed in Chapter VI-1.
In the second survey (MONAES-B) the experts were asked about their perceptions of 
how arts education is understood in their country. Questions partly referred to the same 
aspects and dimensions as in the fi rst survey, but were not similar. In fact some explor-
atory fi ndings from the fi rst survey were used to reduce the number of question items 
and answer options in the second survey questionnaire. Questions about understand-
ings of arts education in the experts’ countries – mostly specifi ed by settings and levels 
of (arts) education – referred to: 
• consensus or controversy about the understanding of “arts education”; 
• if there is an offi  cial defi nition of arts education;
• settings and levels of arts learning; 
• signifi cance of various terms and concepts related to arts education.
Again understandings of arts education related to its expected benefi ts in the experts’ 
countries will be addressed in Chapter #61.
Comparative analysis 
Our analysis of the data on experts’ personal understandings of arts education (MO-
NAES-A) in sections 2 and 3 of this chapter is guided by three competing perspectives:
• the fi rst perspective is that arts education experts around the world are a community 
of professionals sharing common practices, types of work, a common body of knowl-
edge, and common values and ideas about what arts education means, what it re-
quires, and about its benefi ts for individuals and for society; 
• the second perspective defi es the fi rst by recognizing that professionals’ ideas, knowl-
edge and opinions will diverge depending on segmentation of their community deter-
mined by, for example, diff erences in professionals’ education and training, in client 
groups, in funding, in legislation, etcetera (Johnson, 1972); 
• the third perspective is that diff erences in national and regional conditions impact 
arts education professionals’ work. Th ese conditions include diff erent stages of eco-
nomic development, diff erent religious, political and cultural situations and tradi-
tions, etcetera. In presenting fi ndings from this research we have created classifi ca-
tions of countries that represent such diverging conditions.
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Our analysis of understandings of arts education – as perceived by the experts – across 
countries was guided by assumptions regarding linguistic, cultural and political diff er-
ences between global regions and countries within these regions. In this chapter a dis-
tinction is made between seven global regions: Africa, non-Anglophone Asian-Pacifi c 
countries, Anglophone non-European countries (Australia, Canada, New Zealand and 
United States), Europe North, West and South (NWS); Europe Central and Eastern (CE), 
and Latin America and the Caribbean. Th is classifi cation is a specifi cation of the fi ve of-
fi cial UNESCO regions: Africa, Arab States, Asia-Pacifi c, Europe and North America, 
and Latin America (UNESCO, 2017). Unfortunately the Arabic States, one of the offi  cial 
UNESCO regions, could not be included in comparative analyses because the number of 
respondents from this region was too low. 
Exploring experts’ personal understandings of arts education 
Experts’ personal understandings of arts education were ‘measured’ by questions regard-
ing their preference for this or an alternative term and how they defi ne these, the set-
tings of learning they include, and key words and concepts, and artistic and cultural ex-
pressions they associate with arts education. Th is section presents ‘straight’ results for 
each question, before analyzing diff erences and similarities in relation to experts’ charac-
teristics and their countries of residence in the following section. 
“arts education” or an alternative term?
Experts were asked fi rst whether they generally use the term “arts education” or prefer 
an alternative term, and then to provide their own (short) personal defi nition of “arts 
education” or of the alternative term. 
Most experts (85%) generally use the term “arts education”. Most defi nitions revolve 
around learning and teaching skills in specifi c arts forms such as visual art, music, dance 
and drama at school but also out of school. A minority (15%) prefer to use an alterna-
tive term. Th eir defi nitions can be divided into four categories. Th ree of them are epito-
mized by key words such as “cultural’, “aesthetic” and “creative’, and emphasize that aes-
thetic, cultural and creative education refer to ‘more than just arts’ or in some cases also 
more than ‘formal’ learning at school. Th e fourth category of defi nitions refers to specifi c 
arts disciplines: these experts prefer “music education’, “visual arts education’, “drama ed-
ucation’, “dance education’, etcetera. 
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Figure 3-1: Vocabulary in defi nitions of “arts education” and alternative term
Left: vocabulary of respondents who generally use the term “arts education”. 
Right: vocabulary of respondents who prefer an alternative term.
“Arts” and “education” were not included in the word lists for these Wordcloud-images.
Figure 3-1 gives an impression of diff erences in defi nitions by experts who generally use 
the term arts education and those who prefer an alternative term. 
Settings of arts learning
Experts were off ered a list of seventeen settings of arts learning, and asked to indicate 
for each setting if they include it in their personal understandings of arts education.
Formal settings in the list were partly based on UNESCO’s International Standard 
Classifi cation of Education (ISCED)(UNESCO, 2012). It distinguishes eight levels of 
(formal) education, from early childhood education to the doctoral or equivalent level of 
tertiary education. Some ISCED categories needed to be specifi ed for arts learning, e.g., 
vocational and higher training in the arts and/or for teaching arts, and arts learning dur-
ing non-arts vocational training. Th e full list can be found in the >>Annex.
Nearly all experts (over 95%) understood arts education to occur in formal education 
settings from early childhood to secondary education, including extracurricular arts and 
cultural activities at school. Arts educators’ vocational training and professional develop-
ment, and non-formal community education ranked high as well (over 90%). And 80% 
to 90% of the experts also included most other formal and non-formal settings as set-
tings where arts education takes place, such as tertiary academic education and artists’ 
vocational training, but also non-tertiary vocational training, and non-formal arts edu-
cation as a leisure activity, arts education off ered in homes for the elderly, during hospi-
tal care, and informal learning. However a minority of experts included religious educa-
tion (40%) military service (24%). More than 100 respondents also added various other 
settings where arts education occurs, not listed in the questionnaire, like therapeutic set-
tings, youth work, etcetera.
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Key words and concepts
Respondents were requested to indicate the relevance of 47 key words and concepts for 
their personal understanding of arts education on a scale from 1 (very low) to 5 (very 
high). Key words and concepts were conceptualized in six categories: contents, goals and 
values of arts education; addressees of arts education; processes of learning and teach-
ing; learning experiences and results; active and receptive aspects of learning; and other 
words and concepts. Th e full list and average ratings are in the >>Annex.
Most key words and concepts (35 out of 47) were rated high: ≥4.0 on average. Only 
two were rated below the middle value of 3.0: “economic” and – intriguingly – “talent”. 
Results can be summarized by the highest and lowest rated two words in each category, 
giving a quick impression of concepts most strongly associated with arts education:
• “arts” and “creative” stronger than “cultural heritage” and “beauty”;
• “doing/making” and “refl ective” stronger than “productive” and “receptive”;
• “young people” and “children” stronger than “life-long” and “pupils”;
• “learning” and “motivating/engaging” stronger than “training” and “instruction”; 
• “personal” and “social” stronger than “spiritual” and “economic”;
• and fi nally “knowledge” and “skills” stronger than “recreation” and “talent”.1 
Th e division of key words and concepts into six categories was partly confi rmed by an 
analysis of correlations between item ratings, revealing four distinct but not complete-
ly separable aspects or dimensions of the understanding of arts education indicated by 
clusters of words and concepts:
• the fi rst aspect is defi ned by words such as teaching, curriculum, skills and train-
ing, and indicates a ‘teaching’ orientation; this aspect can be further subdivided into a 
‘process’ (teaching and curriculum) dimension and an instrumental ‘product’ (skills, 
technique and training) dimension;
• the second aspect is defi ned by words like fun, recreation and motivation, which in-
dicates an ‘enjoyment’ orientation;
• the third aspect is defi ned by the words “intercultural” and “transcultural’, indicating 
what may be called an ‘interculturality’ orientation;
• the fourth aspect involves various groups of learners and participants: the ‘partici-
pants’ aspect. 
Th e ‘participants’ aspect was rated highest on average (4.6), i.e., endorsed by nearly all 
respondents; the other aspects were also rated highly: ‘interculturality’ (4.3), ‘enjoyment’ 
(4.1) and ‘teaching’ (4.0).
Th ese four aspects will be used in the analysis of diff erences in understandings relat-
ed to experts’ personal and professional characteristics and to their global regions and 
countries of residence in the next section.
1 Many experts also suggested a variety of other key words and concepts, not listed in the question-
naire. Most frequently mentioned were ‘collaboration’, ‘communication’, ‘imagination’, and ‘partici-
pation”.
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Artistic expressions and cultural activities
Another operationalization of experts’ personal understandings of arts education in-
volved the relevance of various artistic expressions and cultural activities. A list of 60 ex-
pressions and activities was presented in random order to each respondent, to be rated 
from 1 (very low) to 5 (very high). Table 3-2 only shows the expressions and activities 
on top and at the bottom of the list. Th e full list with all average ratings is shown in the 
>>Annex.
Figure 3-2: “How relevant are the following artistic and cultural expressions and activities in your 
understanding of arts education [or alternative term]?”
Valid response MONAES-A: N=312. Average scores on scale 1 (very low) to 5 (very high). Ten highest and ten 
lowest rated items, ranked from highest to lowest.
Experts leave no doubt about the high relevance of various art forms and arts disci-
plines, ranging from visual arts to literature and including photography. Th e central po-
sition of these disciplines – may we call them conventional, meaning generally acknowl-
edged? – is not controversial at all. Of the expressions at the bottom of the list only hair 
styling and tattooing were rated lower than the middle value, others only slightly high-
er (food culture, commercials, and computer games). Th ese expressions seem to spark 
more controversy among experts and are rated lower than average. 
As with the key words and concepts, an attempt was made to detect distinctive di-
mensions among these expressions and activities in order to reduce the number of 
meaningful aspects for further comparative analysis. Correlations between several ex-
pressions and activities suggest fi ve distinctive types:
• ‘non-canonical arts’, represented by expressions such as hair styling, tattooing, com-
mercials, and computer games;
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• ‘classical high arts’, represented by classical ballet, opera, classical music, classical the-
atre;
• ‘(contemporary) visual arts and design’;
• ‘(contemporary) performing arts’;
• and ‘cultural heritage and craft s’. 
Th e relevance of contemporary performing arts and visual arts and design was highly 
acknowledged and the least contested (average 4.6). Th ese are simply descriptive clusters 
of the main (contemporary) arts disciplines, probably related to the experts’ areas of ex-
pertise (to be shown in the next section). Cultural heritage and craft s (4.1) and classical 
high arts (4.0) were also endorsed by most. Non-canonical arts (average 3.4) were rat-
ed lowest on average, which may indicate possibly controversial or contested ideas about 
the boundaries and priorities of arts education in this direction.
Experts’ personal understandings of arts education in a double context 
Th e exploration in the previous section indicated that there is generally high agreement 
among experts on using the term arts education and its (broad) defi nition, on settings 
where experts perceive arts education to take place, on keywords and concepts associat-
ed with arts education, and on artistic and cultural expressions and activities experts in-
cluded in their understandings of arts education. But while most aspects and items were 
rated high on average, some were rated closer to the medium value or even lower, indi-
cating less agreement and possible controversy. Such diff erences may depend on experts’ 
purely individual preferences, or the diff erences may be aff ected by their personal or 
professional characteristics or their regional or national contexts. 
Th e following analysis relates experts’ understandings to their professional and per-
sonal profi le, to their region, and to the interplay between both contexts. It should be 
noted that diff erences in experts’ personal understandings across regions in this section 
do not per se indicate that their views are determined by their regional context. Th e 
experts from various regions who participated in the fi rst MONAES survey were not 
a random sample, and their personal preferences do not represent a ‘regional under-
standing’. If for instance respondents ‘from Central and Eastern Europe’ have a diff erent 
opinion on benefi ts than experts from other regions, this may be due to their regional 
context but also to other distinct characteristics, including the sources from which they 
were selected for the survey. 
Experts’ personal and professional profi les, and regions 
All experts who participated in the fi rst MONAES survey were asked about personal 
characteristics (gender, age and nationality), about their education and areas of exper-
tise, and about their current professional activities and affi  liations. Th ey were also asked 
about their current involvement (in their work) with various issues in arts education. A 
summary of the main characteristics and an exploration of diff erences in experts’ pro-
fi les across regions is helpful to evaluate fi ndings presented in this section. 
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Gender. Th e majority of arts education experts who took part in the MONAES-A 
survey were women: 63% overall; 37% were men. All respondents from Latin America 
were women, and also comparably many from Africa. Experts from Northern, Western 
and Southern Europe included the highest percentage of men (45%).2 
Age. One third of the experts were 60 years of age or older, 28% were 50-59 years 
of age, 24% 40-49 years, and 15% were younger than 40. Diff erences in age distribution 
across regions were weak and not statistically signifi cant.3 
Area of expertise. Most experts indicated special expertise in arts education pedago-
gy or theory (78%), in research (77%) and/or arts teacher or artist training and profes-
sional development (74%). Most (also) indicated special expertise in an arts form (88%). 
Less respondents were specialists in art education policy (42%). Visual arts was the most 
strongly represented arts discipline (39% of all respondents indicated special expertise), 
followed by theatre (27%), music (22%), literature (17%), media arts (15%), dance (10%) 
and fi lm/video (10%). 
Special expertise in an arts form was very frequent among experts from all regions. 
Comparably many experts from Australia and New Zealand and from Latin America in-
dicated special expertise in arts education pedagogy and theory. But the strongest diff er-
ence was for special expertise in teacher education and professional development. Less 
than two thirds (65%) of the NWS European experts and half of the African respond-
ents have special expertise in this area, in contrast to all experts from Latin America and 
most from North America (89%), from Australia and New Zealand (84%), from Cen-
tral and Eastern Europe (81%) and from non-Anglophone Asia-Pacifi c countries (77%).
Current professional activity. Including double-counts, 75% of respondents self-iden-
tifi ed as researchers or scholars, 60% as practitioners, and 14% as involved with pol-
icy-making. Among practitioners most called themselves arts educators (59%), fewer 
artists (28%), teaching artists (24%) or arts teachers at school (16%),4 and some were, 
for example, the manager of a cultural organization, a consultant, etcetera. Respondents 
were divided into fi ve exclusive categories to make it easier to compare across global re-
gions and countries: practitioner and researcher, but not policy maker (42%); research-
er, but not practitioner or policy maker (28%); policy maker, including some who were 
also practitioners and/or researchers (14%); practitioner, not research nor policy mak-
er (11%); those who only indicated some other activity (7%). Comparison across re-
gions shows signifi cant diff erences: for instance, a relatively high share of practitioner-
2 In cross-tabulations of nominal variables (like gender and UNESCO region) in this and subse-
quent sections Cramer’s V was used as a measure of association. Cramer’s V varies from 0 (no 
relation at all between both variables) to 1 (variables are fully determined by each other). Th e na-
ture of an association has to be interpreted from the table. An association is generally considered 
weak if Cramer’s V is around 0.10, medium if it is around 0.20 to 0.30 and strong if it is around 
0.50. Statistical signifi cance and strength of an association are fundamentally diff erent concepts. 
Statistical signifi cance indicates whether an observed association in a sample can be generalized 
to the full population the sample is drawn from. An association or correlation is considered to be 
statistically signifi cant if the probability that it is random is lower than 5% (p<0.05). 
3 Th e share of persons over 60 was highest among the experts from Australia and New Zealand 
(50%) and North America (44%). Th e share of experts younger than 50 was largest among re-
spondents from the non-Anglophone Asia-Pacifi c region and from Africa.
4 Most practitioners ticked “arts educator”, but some also or preferably “arts teacher at school”. Arts 
educators include arts teachers at school and those who only work in non-formal (out of school) 
arts education.
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researchers among experts from Australia and New Zealand and from Africa, of policy 
makers among Central and Eastern European experts, and of researchers among NWS 
European experts.
Involvement. On average, respondents were most strongly involved with linking prac-
tice and research, with arts teachers’ and educators’ professional development, and with 
access for children and young people in their work. Many other items also rated well 
above the 3.5 mark on average. Th ese were mostly professional arts education issues like 
quality, teacher training, cooperation between schools and cultural organizations, etcet-
era, but also arts education’s potential for renewal in general education, and arts educa-
tion’s social benefi ts. Issues scoring lower than 3.5 were mainly other expected or de-
sired non-arts benefi ts of arts education, like resolving confl icts, well-being, etcetera, but 
also access for specifi c groups like poor people and people with low or no education, ac-
cess for disabled persons, access for the elderly, and access for refugees. Analysis of cor-
relations between items revealed three clusters of issues that experts were involved with:
• formal arts education quality, innovation and policy;
• non-formal arts education, including connections with formal and informal learning;
• social and cultural issues, access for specifi c (target) groups, and diversity.
Figure 3-3: Involvement with issues across regions
Valid response MONAES-A: N=309, Arab States not included. ANOVA: # p<0.10; *p<0.05; **p<0.01.
Figure 3-3 shows that involvement with social and cultural issues (etc.) was lowest 
among respondents from NWS Europe (3.0) and highest among those from Australia 
and New Zealand (3.6), Africa (3.5) and Latin America (3.5). Involvement with non-
formal arts education was stronger in Latin America (4.0) and in the non-Anglophone 
Asia-Pacifi c region than especially in Africa (3.1) and Europe NWS (3.3). Finally there 
are weaker diff erences in involvement with formal arts education quality, innovation and 
policy: Africa less than especially Latin America and the non-Anglophone Asia-Pacifi c 
region.5
5 Analysis of variance (ANOVA) was applied to test diff erences in average ratings between groups 
of respondents (e.g. experts from diff erent UNESCO regions and countries). Eta-squared (Eta-sq) 
is used to indicate diff erences of means of a dependent metric or ordinal variable across (like the 
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Understandings related to experts’ characteristics and regions
Experts’ preferences for using the term arts education or rather an alternative term did 
not, or hardly, vary with their age, gender, current professional activity or area of exper-
tise. Respondents with a special expertise in any art form generally used the term “arts 
education” more oft en (87%), especially specialists in music (97%), than those without 
special arts expertise (68%). Comparison across regions revealed some diff erences in the 
share of experts who generally use the term “arts education” or who prefer an alternative 
term, but none of these were signifi cant. 
Settings and levels. Considering the very high percentages of experts who included 
most settings in their understandings of arts education, it is no wonder that there was 
not much variation in this item as it related to experts’ personal and professional char-
acteristics. But although most experts generally use the term “arts education”, they do 
not all perceive it to occur in the same settings. Signifi cant diff erences across regions 
occurred with fi ve out of the 17 settings. Whereas military service was included as a 
setting for arts education by only 24% of experts overall, twice as many experts from 
North America (48%) and Latin America (half) included it. Religious education shows a 
similar diff erence: it was included by 49% of respondents overall, and by 67% of North 
American experts and by fi ve out of eight Latin American experts. Arts teachers’ and ed-
ucators’ professional development was included less by African and Central and Eastern 
European experts. 
Key words and concepts. Relevance assigned to key words and concepts varied with 
some professional and personal characteristics. Th e teaching process aspect was rated 
higher by researchers and practitioner-researchers than by respondents who self-iden-
tifi ed solely as a practitioner or as a policy-maker. And while specialists in fi lm/video 
and media arts rated the teaching aspects comparatively low, dance-specialists rated this 
aspect as well as the enjoyment and interculturality aspects higher than average. Age 
was only a signifi cant factor in the experts’ assessment of the interculturality aspect: re-
spondents over 50 rated this aspect slightly higher than those under 50. Finally ,there 
were some intriguing diff erences between male and female experts: female experts at-
tached higher relevance to the enjoyment aspect than their male colleagues, and also to 
interculturality. 
Th e teaching aspect (especially the teaching process), the enjoyment aspect and the 
interculturality aspect were also rated diff erently across regions. Th ere was no diff erence 
with regard to the participants aspect. As regards the teaching process aspect, Figure 3-4 
shows that European experts’ ratings were lower than the average rating by experts from 
the other regions, that Latin American experts stand out by emphasizing the intercultur-
ality aspect, and that Asian-Pacifi c experts (including Australia and New Zealand) tend 
to rate the enjoyment aspect higher than experts from other regions. 
degree of involvement) across a nominal variable (like region). An Eta-squared of 0.01 is gener-
ally considered small, 0.06 medium and 0.14 large. For statistical signifi cance: see footnote 3.
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Figure 3-4: Relevance of clusters of key words and concepts across regions
Valid response MONAES-A: N=309. ANOVA: **p<0.01.
Artistic expressions and cultural activities. Experts’ ratings of the relevance of various ar-
tistic expressions and cultural activities varied to some degree between women and men, 
with respondents’ areas of expertise, and with their current professional activities. Wom-
en rated the relevance of contemporary performing arts of cultural heritage and craft s 
and of classical high arts higher than men. Experts who self-identifi ed solely as prac-
titioners rated the relevance of contemporary performing arts, of cultural heritage and 
craft s and of classical high arts lower than average. Th is seems to be partly related to the 
fact that many practitioners were visual arts specialists. Th e overall pattern here is that 
arts education experts who are specialists in a particular art form tended to rate expres-
sions that refer to ‘their’ arts form higher than average, and other art forms lower. Non-
canonical arts, cultural heritage and craft s, and classical high arts are expressions and ac-
tivities that do not coincide manifestly with a specifi c arts discipline. Non-canonical arts 
were rated higher than average by visual and media-arts specialists, cultural heritage and 
craft s higher than average also by visual arts specialists but lower by theater specialists, 
and classical high arts lower than average by literature specialists. 
It is remarkable that there are hardly any diff erences across global regions in the rel-
evance attributed to types of expressions by the experts. Arts education experts around 
the world seem to share a broad understanding of the relevance of various types of ar-
tistic expressions and cultural activities for their fi eld. In all regions non-canonical and 
commercial arts forms were rated less relevant than contemporary visual arts and de-
sign, contemporary performing arts, and cultural heritage and craft s. Classical high arts 
seems to be the most controversial: it was rated higher than average among experts from 
non-Anglophone Asian-Pacifi c countries, and lower among experts from Central and 
Eastern Europe and from Latin America, but these diff erences were only marginally sig-
nifi cant.
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What matters most: personal and professional characteristics or region? 
Th e descriptive analyses above assessed diff erences in experts’ understandings of arts ed-
ucation by looking at characteristics separately from the experts’ countries or regions. 
Such analyses cannot reveal the net impact of both types of context. Diff erences ob-
served with respect to gender, for instance, could possibly also be attributed to diff erenc-
es in age, in expertise, or in current activity. Th e share of female respondents decreas-
es as experts are older, is higher than average among dance experts, and is also higher 
than average among respondents who identifi ed as practioner-researchers. Likewise, dif-
ferences observed between regions may be due to an overrepresentation of experts with 
specifi c characteristics in specifi c regions, for instance the relatively high share of wom-
en among Latin American and African experts, of practitioners-researchers from Aus-
tralia, of policy makers from Central and Eastern Europe, and of researchers from NWS 
Europe. When independent variables that have an impact on understandings are inter-
related in such ways, deeper, multivariate analysis is needed to assess the net impact of 
each characteristic. Four important variables were included in this analysis: gender, age, 
current professional activity, and global region.
Table 1 summarizes statistically signifi cant eff ects: eff ects that would probably apply to 
the population of experts from which MONAES-respondents are a sample. 
Gender proves to be an important characteristic in understanding diff erences be-
tween experts. Female experts rated four out of seven main aspects in Table 1 higher 
than their male colleagues: enjoyment as well as interculturality higher as key concepts 
(but not teaching); contemporary performing arts and cultural heritage & craft s higher 
as relevant artistic expressions and cultural activities. 
Age only has an eff ect on the relevance of interculturality. Older experts (50 and old-
er) showed stronger adherence to this than experts in the middle age group (40-49). 
With respect to the experts’ current professional activity we found two net diff erenc-
es. Researchers rated key words and concepts related to the teaching process higher than 
the other professions. And experts who self-identifi ed solely as practitioners rated the 
relevance of contemporary performing arts and cultural heritage & craft s lower than the 
other three groups. 
When looking at net diff erences between regions, especially the contrast between 
non-Anglophone Asia-Pacifi c and NWS Europe catches the eye. Compared to NWS Eu-
rope, experts in the non-Anglophone Asia-Pacifi c region rated key words and concepts 
related to the teaching process, enjoyment and interculturality aspects higher. Experts 
from Australia and New Zealand join their non-Anglophone Asian-Pacifi c colleagues in 
higher ratings for enjoyment, and Latin-American experts in higher ratings for intercul-
turality. Experts from Africa only rated the participants aspect lower than their NWS 
European colleagues. Finally, concerning artistic expressions and cultural activities, ex-
perts from non-Anglophone Asian-Pacifi c countries as well as experts from North 
America rated the relevance of classical high arts higher than NWS European experts.
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Table 1: Impact of four variables on experts’ understanding of arts education 
Dimension Gender Age Current activity Region
Teaching 
(general)
   non-Anglophone Asia-Pacific 
> Europe NWS (0.35)
Teaching 
(process)
  Researcher
> all other 
(0.33)
Non-Anglophone Asia-Pacific 
> Europe NWS (0.29)
Enjoyment female 
> male 
(0.25)
  non-Anglophone Asia-Pacific 
> Europe NWS (0.38)
Australia & New Zealand >
 Europe NWS (0.27)
Interculturality female 
> male 
(0.20)
50-59 > 40-49 (0.26)
60+ > 40-49 (0.29)
 non-Anglophone Asia-Pacific 
> Europe NWS (0.30)
Latin America > Europe NWS 
(0.46)
Participants    Africa < Europe NWS (0.38)
Classical high 
arts
   non-Anglophone Asia-Pacific 
> Europe NWS (0.46)
USA & Canada 
> Europe NWS (0.27)
Contemporary 
performing 
arts
female 
> male 
(0.22)
 practitioner 
< all other 
(0.40)
 
Cultural her-
itage 
& crafts
female 
> male 
(0.27)
 practitioner 
< all other 
(0.50)
 
Multivariate analysis conducted by John Lievens. Teaching: product, non-canonical arts, and contemporary visual 
arts/design are not shown in this Table because no statistically significant net effects were found for these dimen-
sions or aspects. The numbers in brackets (e.g. (0.25) refer to the difference in mean scores for a specific category 
compared to the mean score for the reference category: female versus male; younger and older versus age group 
40-49; researchers or practitioners versus other professions (mainly practitioner-researchers); or non-Anglophone 
Asian-Pacific countries and other regions versus Europe NWS. Differences can vary from 0.0 (0%, no difference 
at all, which is not mentioned) to 1.0 (100% maximum difference). All 312 respondents of the MONAES-A survey 
were included in the analysis. 
 > signifies “larger/higher than’, < signifies “smaller/lower than”.
A closer look at diff erences between selected countries
Aggregation of understandings on regional levels may obscure substantial diff erences be-
tween countries within regions. Th erefore we take a closer look at the experts’ ratings 
across eight countries that were represented by at least ten respondents: Australia, Cana-
da, Finland, Germany, the Netherlands, Spain, United Kingdom and United States. 
“arts education” or the equivalent in respondents’ native language (like “Art Edu-
cación” in Spanish) is generally used by 85% or more of respondents from most of these 
countries. Some German experts prefer other terms like “cultural education” or “arts in 
education”, or mentioned terms like “Kulturelle Bildung” or “ästhetisch-kulturelle Bil-
dung”, “Kulturpädagogik” or “Kunstpädagogik”. Spanish experts mentioned alternative 
terms like “educación cultural” or “prácticas culturales”.
Settings. Th ere were gradual but signifi cant diff erences between selected coun-
tries with regard to settings for arts education. Th e share of respondents who includ-
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ed arts teachers’ vocational training and professional development was lower than aver-
age among experts from Finland and the Netherlands. Inclusion of religious education 
and military service was much higher than average among Canadian and American ex-
perts, while much less than average Finnish and Dutch experts included religious edu-
cation, and much less than average Finnish, Dutch, German and Spanish experts mili-
tary service.
Key words and concepts. While there was no signifi cant diff erence across select-
ed countries with regard to the interculturality aspect, the other two aspects – enjoy-
ment and teaching – were rated diff erently. With regard to the teaching aspect there is 
a strong diff erence between German and Spanish experts, who rated this aspect below 
average, while experts from the other countries tended to the general average or a little 
above average. As regards the enjoyment aspect, experts from the Netherlands but also 
from Spain, Germany and the United States tended to rate this lower than experts from 
Finland, Canada and Australia. Th e lower average ratings for this aspect among NWS 
European experts in Table 1 mainly depend on German, Dutch and Spanish respond-
ents.
Artistic and cultural expressions. Comparison across eight selected countries (Figure 
3-5) does not show big diff erences in relevance attached to types of artistic expressions 
and cultural activities, except for classical high arts, which were rated above average by 
Canadian (4.3) and lower by German (3.4) and Spanish experts (3.6). German experts 
largely infl uenced lower ratings of NWS Europe on classical high arts in Table 1. Cul-
tural heritage and craft s were rated above average among experts from Canada and the 
United Kingdom, and below average also by German experts.
Figure 3-5: Relevance of types of artistic expressions and cultural activities across selected 
countries 
Valid response MONAES-A: N= 309. Average ratings of relevance on scale 1 (very low) to 5 (very high). ANOVA: 
*p<0.05; **p<0.01. 
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Understandings of arts education in experts’ countries of reference
Introduction
In the fi rst MONAES survey and in the previous section the experts’ countries of resi-
dence were considered as a context that possibly infl uenced their personal understand-
ings of arts education. Th e second MONAES survey was designed to collect compara-
tive information about understandings of arts education (and about key issues) in the 
experts’ countries. 
Th is section presents comparative fi ndings with regard to experts’ perceptions of how 
arts education is understood in their countries. Th e analysis focuses on experts’ percep-
tions and assessments of:
• consensus or controversy about the understanding of arts education;
• settings and levels of education where arts education is perceived to occur;
• whether there is a generally accepted convention or even an offi  cial defi nition for arts 
education at school and for other settings;
• which defi nition matches best for these settings;
• and the signifi cance of various terms and concepts.
In addition to cross-regional and cross-country comparisons, some fi ndings with regard 
to the experts’ perceptions of understandings in their countries were also compared to 
their personal understandings. 
For comparisons across global regions aggregate data for countries were used be-
cause averages for some regions based on individual respondents’ answers can be infl u-
enced by high numbers of respondents from countries like Germany, the United States, 
the United Kingdom, Canada, and Australia. Th is infl uence was mitigated by fi rst calcu-
lating average ratings per country and then taking these aggregate ‘country averages’ to 
compute average ratings for the regions that these countries belong to. Th is means that 
the units of analysis were 52 countries of reference, instead of 214 individual respond-
ents referring to these countries. 
Twelve countries were represented by at least fi ve respondents who answered to ques-
tions in the understandings section of the second MONAES survey. A closer look at 
these selected countries may reveal diff erences that are leveled out to some extent by 
comparison across regions. 
Consensus or controversy?
Overall 67% of individual experts indicated that there is more consensus than contro-
versy about the understanding of “arts education” in professional and public discourse in 
their country, while 33% indicated more controversy than consensus. 
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Figure 3-6: “Would you say that there is consensus or controversy about the understanding of ‘arts 
education’ in your country in professional and public discourse?” 
Aggregate MONAES-B data: N=50 countries of reference. Aggregate average degree of consensus between 0 ( 
“more controversy than consensus” to 1 “more consensus than controversy”). 
Aggregate ‘country’ averages in Figure 3-6 indicate that there is some variation across 
global regions. Consensus was perceived to be low in Africa and comparably high in Eu-
rope. Comparison across selected countries shows that consensus was perceived to be 
stronger than average in the Netherlands , Singapore and New Zealand (0.9), lower than 
average in the United States, Turkey and Ireland (0.6), and very low in Spain (0.2). 
Settings
Experts from most countries reported that arts learning at primary and secondary 
school, non-formal arts learning (taking arts classes as a leisure activity) and taking part 
in educational activities of cultural institutions (e.g. museums) are included in how arts 
education is understood in their countries. Most countries also include vocational and 
higher training in the arts and for arts teaching. Informal arts learning and practicing as 
an amateur were more oft en not included, and relatively many experts indicated that it 
is controversial in their country whether informal arts learning should be included. Fig-
ure 3-7 shows aggregate average ratings of the inclusion of seven arts learning settings in 
the experts’ countries.
Figure 3-7: “Are the following settings and levels of learning included in arts education as it is 
understood in your country?” 
Aggregate MONAES-B data: N=50 countries of reference. Aggregate average ratings for each setting between 0 
(not included or controversial) and 1 (yes, included). 
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As regards informal arts learning there was a remarkable diff erence between experts’ 
personal understandings and the situation they reported for their country: 86% of the 
experts who took part in both surveys included informal arts learning in their own, per-
sonal understandings, while only 42% of them said it is included in prevalent under-
standings of arts education in their country.
Comparison across regions showed minor diff erences for nearly all settings. For some 
settings diff erences were stronger, especially taking part in educational programs of cul-
tural institutions which was included signifi cantly less in African countries, as perceived 
by the experts. Th is may refl ect the fact that there are comparably fewer professional cul-
tural institutions in the African countries referred to. But the same setting is also includ-
ed somewhat less than average in Central and Eastern European countries, which would 
require another explanation. 
A closer look at selected countries that were represented by at least fi ve respondents 
showed some interesting diff erences that are obscured by comparison across global re-
gions, especially as regards non-formal arts learning and amateur practice (Figure 3-8). 
Non-formal arts learning was included according to 77% and amateur practice accord-
ing to 57% of respondents from selected countries. But the share of experts who report-
ed that both these settings are included was generally higher than average for Germany 
and Singapore, and lower for Ireland and the United Kingdom. For other selected coun-
tries (except Turkey), inclusion of non-formal arts learning was generally reported to be 
higher than inclusion of amateur practice. 
Figure 3-8: “Are the following settings and levels of learning included in arts education as it is 
understood in your country?” 
Valid MONAES-B response: N=126 to 142. Average ratings between 0 (not included or controversial) and 1 ( in-
cluded’). *p<0.05; **p<0.01.
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Our fi ndings suggest, fi rst of all, that in most countries arts education is generally con-
sidered to occur in institutional settings of formal and non-formal but less so in infor-
mal settings, including amateur practice such as performing in an amateur theater group 
or a rock band without taking drama or music classes. Secondly, there seems to be a dif-
ference between countries with a more narrow focus on formal arts education (like Ire-
land, in this survey) on the one hand, and countries where a broader conception of cul-
tural education seems to prevail, including amateur practice and even informal learning 
(like Germany).
Convention or offi  cial defi nition?
Experts who indicated that there is more consensus than controversy about the under-
standing of arts education in their country were asked if there is a generally accepted 
convention or defi nition for four main settings of arts learning: at school, non-formal, in 
cultural institutions, and in non-cultural institutions. 
An offi  cial defi nition for arts education is most likely for arts education at school (av-
erage 2.6 on scale 1 “no defi nition nor convention’, 2 “generally accepted convention’, 
3 “offi  cial defi nition’), less so for education in museums and other cultural institutions 
(2.2), for non-formal arts education (2.0), and least for arts education in non-cultural in-
stitutions, e.g. hospitals (1.6). 
Comparison across regions revealed no signifi cant diff erences. Th e presence of a gen-
erally accepted convention or offi  cial defi nition seems to depend much more on the set-
ting of arts learning than on the region. However, the Anglophone non-European coun-
tries stood out with a comparably high rating for having an accepted convention for arts 
education in non-cultural institutions. Comparison across selected countries yielded sig-
nifi cant diff erences only for non-formal arts education and minor diff erences for the oth-
er settings. Finland and the Netherlands tend to a generally accepted convention, ac-
cording to experts referring to these countries, while their colleagues from the United 
Kingdom and the United States tended to report that there is neither an offi  cial defi ni-
tion nor a generally accepted convention in their countries. Australia, Canada, Germany 
and New Zealand keep to the middle.
Diff erences in experts’ perceptions of whether there is a generally accepted conven-
tion or even offi  cial defi nition of non-formal arts education in their countries – e.g., be-
tween Finland and the Netherlands on one side, and the United Kingdom and the Unit-
ed States on the other – are large enough to beg an explanation. One assumption could 
be that there is a comparably high level of publicly funded out-of-school arts education 
in the former countries, requiring ‘semantic’ regulation, whereas non-formal arts educa-
tion in the United Kingdom and the United States is privately funded. Unfortunately, re-
sponse to questions regarding supply of out-of-school arts lessons was too low for put-
ting this assumption to the test. 
Another question that arises from these fi ndings, but cannot be answered with the 
available data, refers to relations between generally accepted conventions or defi nitions 
and actual practices. Do such conventions and defi nitions express a certain uniformity 
or certain standards in non-formal arts education practice, or are they a means to pro-
mote uniformity and standards of practice? 
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Best matching defi nitions 
Respondents who said that there is more consensus than controversy about the under-
standing of arts education in their country were asked next to indicate which defi nition 
best matched for arts education at school (primary and secondary) and for non-formal 
arts education: learning and teaching competencies in arts and aesthetics, or learning 
and teaching creative competencies, or learning and teaching cultural competencies, or 
learning and teaching personal and social skills. 
Th is means that results should not be interpreted as established facts concerning 
what exactly is learned and taught, but as experts’ perceptions of the signifi cance of 
these terms in discourse about defi nitions of arts education in their country. As a matter 
of fact, the term creativity is apparently used more oft en in connection with arts subjects 
than with other subjects, as Wyse & Ferrari (2015) found in an analysis of curriculum 
texts in European countries. Th is may or may not be similar in non-European countries. 
Figure 3-9 shows that arts and aesthetics competencies clearly prevail for arts edu-
cation at school, while creative and cultural competencies are in second place. For non-
formal arts education arts and aesthetics and creative competencies are in fi rst place, 
with cultural competencies ranking third. Personal and social skills rank last in both set-
tings. 
Figure 3-9: “Which of the following four designations or defi nitions matches best?”
Aggregate MONAES-B data (N=44). Aggregate averages on three point scales: 1=matches least, 2=matches 
to some degree, 3=matches best. Based on assessment by respondents who say there is more consensus than 
controversy about the understanding of arts education in their country.
Comparison across global regions showed some but no signifi cant diff erences in pre-
ferred defi nitions for arts education at school and non-formal arts education, as per-
ceived by respondents. However comparison of experts’ perceptions across selected 
countries (Figure 3-10) indicated that learning and teaching arts and aesthetics com-
petencies clearly prevails in the United States, Singapore, the Netherlands, and Germa-
ny. Canada and Finland put creative competencies in fi rst place, and Australia and New 
Zealand rate both of these defi nitions comparably high for arts education at school. 
For non-formal arts education (Figure 3-11), learning competencies in arts and aes-
thetics remains the best matching defi nition in the United States, the Netherlands and 
Singapore, while in Germany learning and teaching creative skills and personal and so-
cial skills seem to be more adequate defi nitions for this setting.
=1< =1A >1< >1A ?1<
($$$*$&()%$"$)%")! "")*(%+(*)
($$$*$+"*+("%#&*$)
($$$*$(*,%#&*$)
($$$*$%#&*$)$(*)$)**)
(#(. $)%$(.)%%" %$4%(#"
Yearbook_2017.indb   89 23.03.18   08:42
Teunis IJdens and John Lievens   90
Th ree defi nitions were rated signifi cantly diff erently. For the United Kingdom, United 
States and Singapore learning and teaching creative competencies was rated much low-
er than for Germany and Finland, and for the former (without Singapore) the cultur-
al competencies defi nition was also rated lower than Germany in particular. Finally, the 
United States, the Netherlands, and Singapore rated learning and teaching personal and 
social skills through arts education much lower than Germany (and Australia). Germa-
ny seems to be typical in acknowledging the potential of non-formal arts education for 
developing creative, cultural and personal and social competencies – possibly in accord-
ance with the concept of “Kulturelle Bildung”. In contrast, these defi nitions were per-
ceived to be less adequate in the United States. For both countries learning and teaching 
arts and aesthetic competencies in non-formal settings was rated equally relevant.
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Figure 3-10:  “Which of the following four designations or defi nitions matches best for arts education 
at school?”
Valid MONAES-B response: countries referred to by at least five respondents; respondents who indicated more 
consensus than controversy. Best matching on scale 1 (least), 2 (to some degree), 3 (best). ANOVA: #p<0.10; 
*p<0.05; **p<0.01.
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Keywords and concepts
In the MONAES-B survey experts were asked to indicate how signifi cant nine clusters of 
terms and concepts are in the understanding of arts education in their countries, speci-
fi ed for three settings: primary and secondary school, and the non-formal sector. Th ese 
semantic clusters were based on an exploratory analysis of experts’ ratings of the rele-
vance of various key words and concepts in their personal understandings of arts educa-
tion in the fi rst survey, reported in the previous section. 
Overall analysis showed (Figure 3-12) that the active aspect of arts education, indi-
cated by terms such as doing, making, performing, and playing, is considered the most 
signifi cant cluster for the understanding of arts education in all three settings. 
Figure 3-11: “Which of the following four designations or defi nitions matches best for non-formal 
arts education (out of school arts lessons etc.)?”
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Valid MONAES-B response: countries referred to by at least five respondents; respondents who indicated more 
consensus than controversy. Best matching on scale 1 (least), 2 (to some degree), 3 (best). **p<0.01.
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Figure 3-12: “How signifi cant are the following terms and concepts in the understanding of arts 
education at primary school in your country?”
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Aggregate MONAES-B data (N=51 countries of reference for primary and secondary school, N=49 countries of 
reference for non-formal arts education). Average ratings on five-point scales from 1 (very low) to 5 (very high). 
Items ranked by average ratings for primary school.
An analysis of correlations, based on individual respondents’ answers, justifi ed a further 
reduction of these nine clusters to three broad concepts:
• the fi rst concept can be labeled teaching arts and aesthetic skills. It is determined by 
four interrelated semantic clusters: arts/aesthetics, teaching/instruction/ curriculum; 
skills/competencies/knowledge; and receptive/responding/refl ective;
• the second concept can be labeled motivation and enjoyment, as it is determined by 
two clusters: motivating/engaging/enjoyment; and recreation/fun;
• the third concept is determined by intercultural/transcultural/identity, and culture/
heritage, and can be labeled as interculturality and identity. 
Th e remaining cluster doing/making/performing/playing was not assigned to any of 
these concepts because it correlates fairly strongly with all of them. 
Figure 3-13 compares the signifi cance of these three broad concepts for arts educa-
tion in three settings.
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Figure 3-13: Signifi cance of three broad concepts in three settings
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Aggregate MONAES-B data (N=50 countries for primary and secondary education, 48 countries for non-formal 
arts education). Average aggregate ratings on five-point scales from 1 (very low) to 5 (very high).
Experts perceived motivation and enjoyment as the most signifi cant concept for arts ed-
ucation at primary school and even more for non-formal arts education in their coun-
tries, while teaching arts and aesthetic competencies was the most important concept for 
secondary school. For primary and non-formal arts education the interculturality and 
identity concept ranks third, while for secondary education this concept comes second, 
but these are small diff erences. 
Experts generally perceived the signifi cance of the teaching arts and aesthetic skills 
concept and the interculturality and identity concept to be lower for their countries than 
for their personal understandings as indicated in the previous chapter. In most coun-
tries the ‘gap’ between experts’ personal understandings of arts education and their per-
ception of how arts education is understood in their countries appears to be wider for 
these two concepts than for the motivation and enjoyment concept, which includes rec-
reation and fun. In other words: while arts education professionals uphold that quali-
ty arts education entails more than children’s and young people’s motivation and enjoy-
ment to engage in arts and creative activities, they may feel that in their countries arts 
education tends to be perceived ‘merely’ in terms of motivation and enjoyment. Th is is 
not to say that experts generally think unfavorably of motivation and enjoyment, recrea-
tion and fun.6 
Comparing three broad concepts across regions 
Th e signifi cance of the three broad concepts for arts education at primary school varies 
to some extent across global regions. Figure 3-14 shows that the general pattern – mo-
tivation and enjoyment fi rst, teaching arts and aesthetic skills second, and intercultural-
ity and identity third – applies with gradual diff erences to Europe, the Asia-Pacifi c re-
gion, North-America and Latin America, but not for Africa and the Central and Eastern 
6 While teaching arts and aesthetic competencies, and interculturality and identity, can safely be 
regarded as favorable concepts, motivation and enjoyment may be a more ambiguous concept, es-
pecially considering that recreation and fun were factored into this composite concept. Respond-
ents of the second MONAES survey were not asked whether they personally endorsed concepts 
they assessed to be signifi cant in their country. However, a comparison between experts’ personal 
understandings in the fi rst survey and their assessments of understandings in their country in the 
second survey does not point to an unfavorable attitude toward recreation and fun, even though 
experts personally tend to attach more signifi cance to motivation and enjoyment than to recrea-
tion and fun. 
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European countries. For Africa the interculturality and identity concept comes fi rst and 
the teaching arts and aesthetic competencies concept is rated lower than in all other re-
gions. For the Central and Eastern European countries the teaching arts and aesthetic 
skills concept is apparently equally important as the motivation and enjoyment concept. 
For arts education at secondary school, the teaching arts and aesthetics aspect in par-
ticular is valued diff erently across regions, as Figure 3-15 shows. In Europe, Asia and the 
Anglophone non-European countries this concept clearly ranks fi rst, but while intercul-
turality and identity (which includes culture and heritage) come second in Europe, this 
concept ranks third in the latter regions. For Latin America, teaching arts and aesthet-
ics and interculturality, etc., are equally important concepts for secondary arts education. 
For Africa the pattern for secondary education is similar to primary education: intercul-
turality and identity fi rst and teaching arts and aesthetic competencies lower than in all 
other regions. As for primary education the signifi cance of interculturality and identity 
is comparably low in the non-Anglophone Asian-Pacifi c region. 
Figure 3-14: Signifi cance of broad concepts for primary school 
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Aggregate MONAES-B data (N=50 countries of reference). Average ratings on five-point scales from 1 (very low) 
to 5 (very high). ANOVA: **p<0.01.
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Figure 3-15: Signifi cance of broad concepts for secondary school 
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Aggregate MONAES-B data (N=50 countries). Average ratings on scales from 1 (very low) to 5 (very high). ANO-
VA: *p<0.05.
With regard to non-formal arts education (Figure 3-16), motivation and enjoyment was 
assessed most relevant in all regions, but with some signifi cant diff erences. Respondents 
from Latin America, Europe and the Anglophone non-European countries clearly per-
ceive motivation and enjoyment as the most important concept for this setting in their 
countries, while it seems to be less signifi cant in non-Anglophone Asia, and also in Af-
rica. 
Figure 3-16: Signifi cance of broad concepts for non-formal arts education, across regions
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Aggregate MONAES-B data (N=48 countries). Average ratings on scales from 1 (very low) to 5 (very high). ANO-
VA: *p<0.05.
In conclusion, considering the most prominent diff erences across regions, teaching arts 
and aesthetic competencies (skills, knowledge, understanding) is generally perceived as 
most important for arts education at secondary school, while children’s and young peo-
ple’s enjoyment to engage in arts and creative activities is the dominant concept for non-
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formal arts education and also for primary school arts education. Th ese two broad con-
cepts are dominant in most global regions. Th e third broad concept of arts education 
as a means to promote intercultural awareness and developing cultural identity, especial-
ly through primary and secondary education, seems to prevail only in Africa. In Latin 
America and in Central and Eastern European countries this concept – which includes 
the notions of culture and heritage – is rather important as well, but mostly for second-
ary education, while it is generally rated lower than average in non-Anglophone Asia. 
Arts disciplines in school and in non-formal arts education
In the MONAES-B survey experts were not asked to assess the relevance of several artis-
tic and cultural expressions in their country. Instead they were asked to estimate the at-
tention paid to diff erent arts disciplines at primary and lower secondary school, meas-
ured by the percentage of instruction time; and also the percentage of the population 
that actually takes part in seven disciplines in non-formal arts education. However, too 
few valid answers were given to these quantitative questions, and therefore no average 
percentages can be presented here. Th e data merely suggest a rough ranking order of 
primary and lower secondary school arts subjects: visual arts, music and literature on 
top, craft s next, and then other subjects like drama/theatre, dance and fi lm/video; they 
do not allow comparison across regions and countries. 
Impact of central regulation
Comparing understandings of arts education across countries may suggest that diff er-
ences in understandings can be explained somehow by diff erences between countries. 
However, countries are diff erent, and similar, in many ways. 
Of all the characteristics of a country that may be relevant for its understanding of 
arts education, the MONAES-B survey addressed only two. Comparison across global 
regions in this chapter assumed economic, linguistic and cultural diff erences between 
Northern, Southern, and Eastern, Anglophone and non-Anglophone countries. Th e lev-
el of central regulation of formal (arts) education was examined as another characteris-
tic transcending the unspecifi ed distinction between separate countries. Th is composite 
variable was computed by adding up countries’ aggregate averages on central (nation-
al) public funding and concomitant regulation of primary and secondary education, the 
status of arts education as a compulsory learning area, and the existence and status of a 
standard curriculum for both levels. Th e degree of central regulation was perceived to 
be higher than average for Central and Eastern European countries as a group, lower 
than average for Anglophone non-European countries (especially Canada and the Unit-
ed States), Latin America and Africa, and approximately average for NWS Europe and 
the non-Anglophone Asia-Pacifi c region. 
Our analysis suggested that the degree of consensus about the understanding of arts 
education in a country, and the likelihood of a generally accepted convention or offi  -
cial defi nition for arts education at school, rises with the degree of central regulation. 
Most striking however was the correlation between the degree of central regulation and 
the perceived signifi cance of all three broad concepts of arts education identifi ed earlier: 
arts/aesthetics teaching & skills, motivation & enjoyment, and interculturality & identity. 
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Th is suggests a general unifying infl uence, ‘beyond’ specifi c concepts, of central regula-
tion on experts’ perceptions of how arts education is understood in their countries – an 
assumption with regard to the relationship between professionals and state policies that 
deserves further investigation.
Summary and discussion 
In this chapter we fi rst explored experts’ personal understandings of arts education 
measured by their preference for “arts education” or an alternative term, the settings of 
learning where they perceive arts education to occur, the relevance of various key words 
and concepts, and of various artistic and cultural expressions. Next we examined the 
perceptions of the experts with regard to understandings of arts education in their coun-
tries, indicated by degree of consensus, settings included, the existence of a generally ac-
cepted or offi  cial defi nition, best matching defi nitions, and signifi cant key concepts. 
Experts’ personal (professional) understandings of arts education
Our analysis of experts’ personal understandings of arts education was guided by three 
perspectives. Th e fi rst perspective viewed arts education experts around the world as a 
community of professionals sharing common practices, types of work, a common body 
of knowledge, and common values and ideas about what arts education means, what it 
requires, and about what it is good for. Th e second perspective recognized that profes-
sionals’ ideas, knowledge and opinions will diverge depending on the context of their 
training and professional work, defi ned by, for example, client groups, funding, legisla-
tion, etcetera. Th e third perspective relates divergent understandings to the experts’ na-
tional (country) or regional context. Our fi ndings support all three perspectives to some 
degree. 
Findings suggest a high degree of consensus among arts education experts around 
the world – at least the experts from the countries who took part in the MONAES sur-
veys. Th ere is indeed a global community of arts education professionals sharing ideas, 
opinions and a body of knowledge. 
Most experts generally use the term “arts education”, only some prefer an alternative 
term. Most will probably agree that arts education means education in and through arts, 
including many diff erent artistic and cultural expressions in the term “arts”. 
Formal education settings from early childhood to secondary education are part of 
nearly all experts’ understandings of arts education, but various non-formal and infor-
mal settings for arts learning as well. Only military service and religious education were 
not included by most. Yet the experts’ understandings seem to vary along two dimen-
sions. First, understandings varied between arts learning by children and young people 
in formal, non-formal and informal settings on the one hand, and vocational and high-
er arts education and training on the other. Th is seems to be related to the distinction 
between arts education practice (vocational and higher education not included), and the 
broader institutional fi eld or domain of arts education including arts teacher and artist 
training and professional development. Second, understandings varied between specifi c 
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non-formal and informal settings that tended to be included by most experts in most re-
gions (e.g., education by cultural institutions, non-formal community education) or by 
less experts in less regions (e.g., military service, religious education). Comparative re-
search into the state of arts education around the world has to take account of these dif-
ferences. 
Experts generally attributed high relevance and signifi cance to a wide range of key 
terms and concepts, and they also leave no doubt about their appreciation of a very 
broad range of artistic expressions, arts disciplines and cultural activities in their under-
standings of arts education. Five types of expressions and activities can be distinguished: 
contemporary performing arts, contemporary visual arts and design, cultural heritage 
and craft s, classical high arts, and ‘non-canonical’ popular and commercial arts. Only 
the latter two of these seem to refer to controversial ideas about boundaries and priori-
ties of arts education. Th e other types are simply descriptive, discipline-based clusters. 
Some fi ndings also support the second perspective: that professionals’ ideas, knowl-
edge and opinions will diverge depending on the context of their training and profes-
sional work. Experts’ current professional activities and areas of special expertise indeed 
aff ect some aspects of their understandings of arts education. But diff erences between, 
for example, practitioner-researchers and those who self-identifi ed solely as researchers, 
and between specialists in an arts discipline and non-specialists were not that strong. 
Apart from professional context, it is intriguing to observe that some aspects of experts’ 
understandings of arts education related to their gender – not a professional character-
istic. Gender seems to be a remarkable factor in its own right, independent from profes-
sional characteristics and diff erences across regions and countries. Female experts gen-
erally attached more relevance than male experts to key words and concepts relating to 
enjoyment and interculturality (not to the teaching aspect) and to contemporary per-
forming arts and to cultural heritage & craft s. 
Regional and national context – the third perspective – seems to aff ect experts’ un-
derstandings of arts education more than professional context (current professional ac-
tivity) and personal characteristics. An analysis of the net impact of both contexts in-
dicated a general distinction between experts from the non-Anglophone Asian-Pacifi c 
region and NWS European experts. Th e former attached more relevance to key words 
and concepts relating to teaching, enjoyment and interculturality and to classical high 
arts than the latter. Experts from Australia and New Zealand concurred with their Asia-
Pacifi c colleagues in emphasizing enjoyment, Latin American experts in attaching high 
relevance to interculturality, and North American experts in the value they placed on 
classical high arts. 
Understandings of arts education in the experts’ countries
Experts’ personal understandings may be diff erent from how arts education is under-
stood in professional and public discourse in their country. For instance, experts’ per-
ceptions of the status of informal arts learning in their countries is remarkably diff erent 
from their personal views: more than 80% of the experts included informal learning in 
their personal understandings of arts education while only 45% indicated that it is in-
cluded in how arts education is generally understood in their country. Th is diff erence 
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may point to a ‘gap’ between experts’ personal views on what arts education should be 
and how they perceive the state of arts education in their countries. 
In assessing further fi ndings one should keep in mind that the investigation of un-
derstandings in the experts’ countries does not refer to ‘hard facts’, but to how experts 
perceived situations in their country. 
First, the analysis revealed that experts generally perceived a fairly high degree of con-
sensus about the understanding of arts education in professional and public discourse 
within their respective countries. Th ere is, however, some variation across global re-
gions, and comparison across separate countries showed stronger diff erences. Arts edu-
cation experts may prefer to claim agreement rather than to admit controversy, feeling 
that controversy weakens the status of arts education. Or, consensus may indicate a lack 
of serious debate in a country about what arts education is and what it should be. Data 
from our survey can only shed some light on diff erences and similarities in experts’ per-
ceptions. 
Second, with regard to various settings of arts education, it seems that in most coun-
tries arts education is generally understood to take place in institutional settings where 
formal and non-formal arts learning take place, but much less so in informal learning 
and amateur practice settings. 
Th ird, it seems that a generally accepted convention or even offi  cial defi nition of arts 
education is more likely for arts education at school (primary and secondary) than for 
education in cultural institutions (e.g., museums) and in non-formal arts education (tak-
ing arts classes as a leisure activity), and least for arts education in non-cultural insti-
tutions (e.g., hospitals). Comparison across regions and countries reveals no signifi cant 
diff erences in this regard. Th e existence of a generally accepted convention or offi  cial 
standard defi nition seems to depend much more on the setting of arts learning. An of-
fi cial defi nition may be more likely for arts education at school because primary and 
secondary education generally receive public funding, which goes hand in hand with 
standardization, while arts education in other settings is funded by various other actors, 
including private customers, for whom defi nitions have little meaning. Experts were not 
asked if they would advocate or endorse a standard defi nition for some or all settings, or 
what could or should be the impact of such a defi nition in terms of (e.g.) what is taught 
and learned and the quality of arts education in various settings. 
Fourth, if there is a generally accepted convention or an offi  cial defi nition, defi nitions 
in terms of learning and teaching arts and aesthetic skills prevail for arts education at 
school, while learning creative or cultural competencies are in second place. For non-for-
mal arts education, both arts and aesthetics and creative competencies are in fi rst place, 
with cultural competencies ranking second. Learning and teaching personal and social 
skills through arts rank last in both settings. But there are diff erences between regions 
and countries, measured by the experts’ perceptions. For arts education at school learn-
ing and teaching competencies in arts and aesthetics comes fi rst in the United States, 
Singapore, the Netherlands, and Germany, while creative competencies are in fi rst place 
in Canada and Finland, and both defi nitions are rated equally high in Australia and New 
Zealand. For Africa and Latin America learning and teaching cultural competencies is 
perceived to be equally or even more relevant for arts education at school than arts and 
aesthetic competencies. Other diff erences are indicated for non-formal arts education: 
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Germany seems to be typical in acknowledging the potential of non-formal arts educa-
tion for developing creative, cultural and personal and social competencies, in contrast 
with the United States where these defi nitions are apparently much less adequate. 
Fift h and fi nally, understandings of arts education in experts’ countries were opera-
tionalized along yet another dimension, by asking experts about the relevance of vari-
ous terms and concepts. Th ree broad concepts were identifi ed with varying signifi cance 
for formal and non-formal arts education. Teaching arts and aesthetic competencies is 
the most signifi cant concept for secondary education, and motivation and enjoyment for 
non-formal arts education, while the former is considered a little more signifi cant than 
the latter for primary school arts education. Th e third broad concept was labeled in-
terculturality and identity, and this concept was considered equally (but generally less) 
signifi cant for all three settings. However the concept of arts education at school as a 
means to promote intercultural awareness and developing cultural identity seems to pre-
vail in Africa, while was generally rated lower than average in non-Anglophone Asia. 
Comparing understandings of arts education across countries may suggest that dif-
ferences in understandings can be explained somehow by diff erences between countries. 
However, countries are diff erent, and similar, in many ways. Some aspects of how arts 
education is understood seem to vary with global economic and linguistic (Anglophone 
and non-Anglophone) diff erences between Northern, Southern, and Eastern global re-
gions, as indicated above. Th e level of central regulation in (arts) education – as per-
ceived by the experts – was another characteristic transcending the unspecifi ed distinc-
tion between separate countries. Our analysis suggests a positive correlation between the 
degree of consensus about the understanding of arts education in a country (as per-
ceived by the experts) and the likelihood of a generally accepted convention or offi  cial 
defi nition for arts education at school, and between central regulation and the perceived 
signifi cance of all three broad concepts of arts education identifi ed earlier. However, fur-
ther inquiry is needed to test this assumption of a connection between administrative 
regulation and ‘semantic’ standardization.
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